Experiential Approach in Education: A Response to Children's Emotional Problems  by Andrade, Sofia & Santos, Paula
 Procedia - Social and Behavioral Sciences  69 ( 2012 )  942 – 951 
1877-0428 © 2012 The Authors. Published by Elsevier Ltd.
Selection and peer-review under responsibility of Dr. Zafer Bekirogullari of Cognitive – Counselling, Research & Conference 
Services C-crcs.
doi: 10.1016/j.sbspro.2012.12.019 
International Conference on Education and Educational Psychology (ICEEPSY 2012) 
Experiential Approach in Education: a response to Children’s 
Emotional Problems 
Sofia Andradea, Paula Santosb* 
aResearch Centre “Didactics and Technology in Education of Trainers”, PhD student,Scholarship from the portuguese Foundation for Science 
and Technology, SFRH/BD/71246/2010, University of Aveiro, 3810-193 Aveiro, Portugal 
bAssistant Professor, Department of Education, University of Aveiro, 3810-193 Aveiro, Portugal 
Abstract 
This study aims to promote inclusion in early childhood education (ECE) settings, attended by children in residential care. It’s 
based on the evaluation of children’s competences, needs, emotional well being (EWB) and involvement (I), the process 
variables that show the way they experience the curriculum. The data evidence that the intervention was progressively resulting 
in higher levels of EWB and I, respectively identified through markers of: satisfaction in activities, openness and receptivity, 
flexibility, self-confidence and self-esteem, tranquility, connection with her/himself and the environment; concentration, 
persistency, involvement in more complex and creative activities and tasks, intrinsic motivation and fascination. 
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1. Introduction 
Nowadays, the social reality involves multiple problems that affect children’s lives, and many times, these 
problems are very difficult to solve. Frequently, kindergarten (KG) teachers face children with emotional distress, 
who need an interventional strategy that favors their inclusion in the educational context. Our proposal is to develop 
an experiential approach in early childhood education (ECE), as a response to emotional difficulties experienced by 
children.  
The research work here presented aims to contribute to the inclusiveness attained by the ECE settings attending 
children who live in residential care, in this case, day care and kindergarten. The experiential approach is the 
framework proposed in the process of (1) evaluating competences, considering children’s strengths and needs; (2) 
analyzing the way children experience the curriculum in the referred contexts, considering the process variables of 
emotional well being (EWB) and involvement (I). To support the data collecting, analysis, monitoring and 
intervention work, we used, in day care, the Self-Evaluation Instrument for Care Settings (SICS) (Laevers et al, 
2005) and in KG, the Children Monitoring System (Portugal & Laevers, 2010). They both stress the need of the 
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ECE teacher focusing on the internal experience of the children as the barometer that guides the evaluation of the 
quality of the setting/context.  
2. The contribution of experiential approach as a response to children´s emotional difficulties  
The school environment constitutes a complex reality where a diverse system of interactions is produced between 
adults/children, children/children and child/group. It is, indeed, in this context that individuals become aware of 
their capabilities and limitations, develop beliefs, attitudes, values and expectations, performing the learning of 
different affective states, in sum, organizing the knowledge about the physical and relational world they live in. This 
way, it is primordial that educators are prepared for the multiple needs of children and reinforce the importance of a 
child centered analysis when external and/or internal factors are threatening child’s I and EWB. It is possible to 
create a stimulating ECE environment, where the child’s competences are optimized, certain interventions clearly 
contributing to creating the circumstances for children to develop healthily (Gil & Diniz, 2006). 
The purpose of the experiential attitude is “(…) to invest on the development of the emancipated citizen: 
someone authentic in the interaction he/she establishes with the world, emotionally healthy, showing vitality, with a 
strongly exploratory attitude, open to the external and internal world (…), and a strong motivation to contribute for 
the quality of life and the universal process of creation, respecting Man and Nature” (Portugal & Laevers, 2010, 
p.15). The experiential approach intends to meet the needs of children, optimizing their strengths (ibidem), through 
the access door of the process variables EWB and I. Therefore, according to these authors, if the child presents high 
degrees of EWB and I, we can positively say that deep learning and development are occurring, but if low levels are 
showed, it is important to intervene immediately, not waiting for the end of the activity or cycle, to adapt the 
intervention (ibidem). To conclude, EWB and I inform the educator, in real-time, about the suitability of the 
educational practice. The scheme of the temple, on figure 1, organizes these concepts. 
 
Figure 1. The Scheme of the Temple (Portugal & Laevers, 2010) 
 
 
 
 
 
 
 
 
 
 
The foundation is the experiential attitude of the educator, based on attention and respect to children’s internal 
experience, and on trust on children’s competences and intrinsic value. The plank represents the emotional release 
and developmental processes, represented by the variables EWB and I, respectively. The pediment corresponds to 
the personal and social development (PSD), that is, to maximize the child’s potentialities at the cognitive, emotional, 
social, motor and linguistic levels is the goal of ECE education (Laevers et al, 2005). The experiential attitude 
supports the three pillars of experiential practice that leads to EWB and I (Portugal & Laevers, 2010): (1) Sensitivity 
or Experiential Dialogue (it’s the way the educator responds to the child’s emotional needs, the interaction between 
educator and child, in a profound and authentic relationship); (2) Autonomy (it’s the way the educator gives liberty 
to the child to choose the activity; choosing the process and direction of the activity; respecting child’s work, her/his 
ideas and judgements before the final product; giving opportunity for the child to negotiate, solve problems and 
conflicts; promoting child’s participation on the establishments of rules and agreements); (3) Stimulation (it’s the 
way the educator stimulates the child; includes the enrichment of the environment with new and diversified 
materials, activities and opportunities, contingent to child’s needs and strengths) (ibidem). 
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3. Developing an experiential approach in the ECE settings 
Instruments of evaluation and monitoring of the quality of educational offer were used to characterize the 
curriculum developed in the day care and KG settings where the study was performed. Thereby, in day care, we 
used the Self-Evaluation for Care Settings (SICS) (Laevers et al, 2005), and in the KG, the Children Monitoring 
System (CMS) (Portugal & Laevers, 2010). The work of initial characterization, intervention, monitoring and 
evaluation was done collaboratively with the educators responsible for the settings. The intervention was developed 
in articulation with the educational project in progress. SICS helps with the introduction of important changes in the 
educational practice and sustains three phases respected in this study: (1) evaluation of EWB and I of the children in 
day care; (2) analysis of the contextual dimensions relevant to the quality of the context – the offer/richness of the 
environment, efficient organization, room for initiative, empathic adult style, positive atmosphere and group 
climate; (3) structuring a plan (through points of action), with evaluation. The CMS allows the educator to identify 
which are the children at developmental risk or in emotional distress, throughout the course of an ongoing cycle of 
observation, evaluation, reflection and action around EWB and I, learning and children’s development (ibidem). 
This instrument sustains three phases: (1) observation and general plus individualized evaluation of the group of 
children (eased by the usage of the worksheets 1g and 1i, included in CMS), having in mind the medium level of 
EWB, I and global development, in a scale of 5 levels; (2) individualized analysis and reflection, of the group and 
context (using the worksheets 2g and 2i); and (3) definition of goals and initiatives for the educational group/context 
and individualized initiatives (using the worksheets 3g and 3i). 
Considering the scheme of the temple mentioned above, and bearing in mind the phases of SICS and CMS, we’ve 
proceeded to several initiatives or actions presented below.  
 
Table 1. Initiatives or actions developed in day care 
 
 
In order to answer to children’s needs in the context of day care, we had into consideration aspects that required 
specific interventions, such as the promotion of the child’s self-knowledge and self-esteem. This way, it becomes 
primordial working with emotions to help the child better acknowledging her/his own internal experiences and deal 
with them in a positive way, because “(...) many children don’t have the opportunity to explore and express their 
emotions, not realising what is happening to them” (p.122). This work may be developed through more specific 
activities such as using the materials of the Box Full of Emotions, or other stories, drawing and painting materials, so 
that the child may understand her/his emotions and learn how to deal with them. Another important aspect is the 
creation of room for choice and initiative, that is, the educator must give the child the opportunity to choose the 
activity, the process and the direction of the activity. The educator must also show respect for the child’s work and 
positive attention – making the child feel appreciated as a person, knowing that people love him/her and that he/she 
is precious (ibidem). And last but not least, it is crucial to offer the child a warm body contact, making the child feel 
loved and that he /she belongs to the group. 
 
Aims 
Initiatives or actions to further development 
Person in charge/ Resources 
Work around emotions Researcher, using  the stories and other 
materials in A Box Full of Emotions (Depondt, 
Kog and Moons, 2004) 
 
To promote the self-knowledge 
and the free expression of the 
child Creation of opportunities to optimize  room for 
initiative  
Researcher and educator 
To offer the child opportunities 
to experience acceptance and 
unconditional esteem, promoting 
his/hers EWB  
 
Experiential dialogue during the activities 
ongoing in the context  
 
Researcher 
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Table 2. Initiatives or actions to develop in the context of KG 
 
Aims Initiatives or actions to further 
development 
Person in charge/ Resources 
Work around emotions, providing the child 
with several material and activities: creation 
of masks related to feelings; role-play and 
looking themselves at the mirror with the 
masks on; creation of the emotions’ area; 
playing with emotion’s cube; stories about 
emotions; table and drawing “the way I’m 
feeling today”; creation of opportunities for 
the children’s free initiative 
 
 
 
Researcher/ Box of emotions 
(Depondt, Kog and Moons, 
2004)/stories 
 
 
 
 
To promote self-knowledge and the 
free expression of the child 
Creation of opportunities for the free 
initiative of children 
Researcher / Educator 
To offer the child opportunities to 
experience acceptance and 
unconditional esteem aiming to 
promote its EWB 
Experiential dialogue accompanying the 
ongoing activities in the context: asking and 
recording children’s opinions about the 
available activities; talking to and listening to 
the child. 
 
 
Researcher 
Enriching the context with new and 
diversified materials, activities and 
opportunities, in order to promote 
child’s EWB and I. 
Creating the emotion area; 
Promoting diversity of games and materials, 
indoor and outdoor 
 
Researcher / Educator 
 
At the KG, were likewise developed initiatives or actions aimed to attend to internal experience of children. In 
this context, we focused also on the processes of emotional release and developmental processes, through the work 
around emotions, providing the children, materials and dynamics. The provided materials had the purpose of helping 
the children “getting involved in the game of make-believe, so that they can revive and deal with strong emotional 
experiences” they eventually have had (p.122). 
The same way, the experiential dialogue (acceptance, empathy and authenticity) is the foundation of the whole 
process. The educator must be available and listen to the child without judging or directing him/her, allowing 
him/her to express him/herself, accepting and understanding his/hers past emotional experiences, and letting him/her 
feel understood, in a profound and authentic relationship. In addition to this work, the adult enriched the 
environment with new and diversified materials (some of them made by the children, such as the masks of emotions 
and drawings), activities and diversified action opportunities. In the end of the process of implementing the defined 
action plans using the worksheets mentioned previously, we made data analysis and a new evaluation of EWB and I 
of the children involved in the study.  
3.1 Population and context  
Four children composed the sample (three boys and a girl), aging between three and six years old, living in 
residential care and attending the day care and KG in their area of residence. Aiming to maintain the anonymity of 
the children, we called C1 and C2 the two children attending day care, and C3 and C4 the children attending KG. 
The data collection that we’ll analyse was made between November 2010 and March 2011. 
In figure 2, we can see the average time spent by C1 and C2, daily, on the available activities at day care, 
according to the type (compulsory activity, optional, directed or free) and the way of organization (large group, 
small group or individually). In this context, the educator provides, on a daily basis, compulsory activities that are 
directed by the adult, such as the welcoming and the telling/listening to stories. There are also some optional 
activities that the child can perform autonomously, such as drawing and free playing.  
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Figure 2. Time spent by C1 and C2 at day care, according to the type and form of organization, on the first and 
second moments of observation. 
 
 
 
 
 
 
 
 
 
 
 
 
The data show that, during seventeen days of observation in the context of day care and according to the type of 
activity, C1 was involved more time in the activities directed by the adult (in the first and second moments). 
According to the type of organization, the child was involved the most part of the time, on the first and second 
moments, in individual and small group activities. It is noteworthy that C1 showed an increase of its levels of EWB 
and I, from the first to the second moment, in optional, free, directed, small group and individual activities. Our 
opinion is that this rise was due to the impact of several interventions performed by us, and due to the fact that the 
child is undergoing an adoption process, receiving family visits and showing that she was experiencing an 
emotionally fulfilling relationship. In the case of large group activities, the child had a decrease of its EWB and 
maintained I, but it was the activity in which she took part less time. In compulsory activities, she showed a decrease 
of EWB and I between the first and second moments of observation. As we can see in the previous figure, during 
seventeen days of observation in day care (C2 was observed during one day more, because C1 was regularly absent), 
C2 was involved during more time in the first moment in compulsory activities, and in the second moment in 
optional and free activities. In optional activities, the levels of EWB and I diminished from the first to the second 
moment.  
Compulsory, directed and large group activities were also offered to the child (the time decreased from the first to 
the second moment of observation). However, there was an increase in the optional, free, small group and individual 
activities. The child asked for the presence of an adult and many times the adult didn’t fully correspond to the 
expectations, because she wanted the child to do the tasks by him/herself. This decrease was due to the fact that C1 
was most times absent: C2 used to see C1 as a reference person, and when C1 was absent, C2 showed a decrease of 
EWB and I. Although the child was more time involved in large and small group activities, her levels of EWB and I 
decreased, showing that she needed an individual support. That’s why the levels of EWB and I increased in 
individual activities. In compulsory, directed, free and individual activities, the child showed an increase of EWB 
and I, due to a more supportive attitude from the adult. This way, we can say that the child frequently looked for the 
warm contact of the adult. The children, according to Bowlby (1998), George & Solomon (1999), develop “(...) 
models of internal representation of the primary object with whom they establish a relationship, of their own and 
themselves with others, based on the experience of the relationship they have with the primary caregiver” (in 
Benavente et al, 2009, p.21). This way, we must acknowledge the losses of these parents avid children, diminishing 
their suffering and helping them on their grieving process (Sá, 1995) because of the absence of their figures and 
contexts of reference. This process (grieving) is fundamental to the child’s personal reorganization inherent to the 
acceptance of the reality of the loss, development of pain, adjustment to a new environment, internalization and 
understanding and proceeding living (Bowlby, 1969/1993; Jewett, 1994; Worden, 1998).  
Figures 3 and 4 show the activities that children C1 and C2 were involved in day care, focusing on the five 
activities in which they spent more time on the first and second moments of observation.     
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Figure 3. Time spent by C1and C2 on the activities, in two moments of observation 
 
 
 
 
 
 
 
 
 
 
 
 
When we analyse the figure above, we can see that the child C1 was involved in activities during 9:09h, in which 
1:32h (17% of total time) were used to play with the box of emotions and stories; 1:20h (15%) in games to be 
recorded; 1:04h (12%) with drawings; 1h (11%) in music “class”; and 54min. (10%) in puppet interaction. The child 
also took part in other activities, such as collage (8%), watching images on the PC (7%), free playing and dollhouse 
(6%), games - images association (5%) and on welcoming (3%).  
The figure above shows us that C2 was involved in activities about 10:48h, spending more time with activities 
based on watching images of the emotions (1:30h/14%), games to be recorded (1:20h/12%), moment of short story 
(1:14h/11%), music “class” (1h/9%), songs, box of emotions and stories (49min./8%). Furthermore, we can observe 
that the child participated in other activities, such as painting, dollhouse and outdoor playing, corresponding to 7% 
of the total time, collage and drawing (6%) and welcoming (5%).  
Figures 4 represent the time C1 and C2 spent performing the activities available at day care, in two moments of 
observation, in the beginning and at the end of the process of data collection.  
Figure 4. Time spent by C1 in the activities available at day care, in two moments of observation. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
As we can see in figure 4, C1 had a decrease in the time he was involved in activities, in global terms, from the 
first to the second moment: in the first, the child was involved 5:10h while in the second, only 3:59h. From the first 
to the second moment, the child had a time increase in activities in the dollhouse and drawing; the time spent in the 
game to be recorded, in music “class” and games – association of images – was the same; and the time spent to play 
with the box of emotions and stories, collage, interaction with puppets, free playing, watching images of the 
emotions and welcoming, decreased. It is noteworthy that from the first to the second moment, C1 presents an 
improvement on its levels of EWB and I. These were medium levels in the first moment (3,45 of EWB and 3,27 of 
I) and medium/high in the second moment (3,73of EWB and 3,64 of I).  
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Figure 5. Time spent by C2 in the activities available at day care, in two moments of observation. 
 
 
 
 
 
 
 
 
 
 
 
 
 
In figure 5, we can see that the child C2, from the first to the second moment, had an increase on the time spent 
performing the activities, from 5:26h to 6:32h. We underline that there was an increase on the time spent on the 
activities: box of emotions and stories, collage, short-story moment, drawing, watching images of emotions. The 
child spent the same time on the game to be recorded and in the music “class” and spent less time on songs, 
painting, welcoming, dollhouse and free playing. We can also say that C2 presents a significant improvement on the 
global levels of EWB and I, even though they had decreased in some activities, especially related to EWB. From our 
point of view, this decrease is due to the existing complicity between C1 and C2. Furthermore, in the first moment, 
the child presented medium levels of EWB (3,42) and I (3,50), and in the second moment the child maintained these 
levels, although we registered a small decrease on EWB levels (3,25). 
The data related to the experiences of the children C3 and C4 in the context of KG are presented in figure 6, 
according to the type of activity (compulsory, optional, directed or free) and the way of organization (large group, 
small group or individual).  
Figure 6. Time spent by C3 and C4 at KG, according to the type and form of organization, in the first and second 
moments of observation. 
 
 
 
 
 
 
 
 
 
 
 
 
As we can see in figure 6, during seventeen days of observation at KG, C3 spent more time performing directed 
activities (first and second moments). The time increased, from the first to the second moment on the optional, free 
and individual activities. Data show that the time decreases from the first to the second moment in the compulsory, 
directed, free, large group and small group activities. Moreover, C3 increased the levels of EWB in the compulsory, 
directed, free, small and large group activities. The levels of EWB were the same and I decreased in individual 
activities. The levels of EWB and I decreased in optional activities. C3 proved to be a child very dependent on the 
adult and also on the child C4. This way, and because C4 was frequently absent or when she/he received family 
visits, C3 used to say “- She is going to her parents house! I’m going to miss her!”, decreasing the levels of EWB 
and I. At KG, it is important to establish healthy and confidence relationships to promote physical development and 
emotional balance. So, according to Owen (1996), the behaviours of adults involved in trustworthy relationships 
with small children must involve an approach distinguished by sensitivity, unconditionally positive acceptance, 
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welcoming
game to be recorded
table “how I am feeling today”
drawing
free playing
dialogue and register of imagens about feelings
construction and exploration of a story
drawing “how I am feeling today”
opinion drawing of the physical education “class”
describing the weekend
absence of negativity, opportunities to share emotions, positive physical contact, attentive responses and stimulation 
(in Post e Hohmann, 2007). Children need stable and consistent relationships in a safe and protective environment. 
According to Bowlby (1990), in parents absence, children may (and should) be connected to a person, and this will 
be from their own point of view, a relationship/reference person. In this context of KG, C3 seems to have found 
these reference persons: the adult and child C4.  
As we can see in the figure above, during sixteen days of observation at KG, C4 spent more time (on the first and 
second moments) with directed activities. From the first to the second moment, the time spent in the activity 
increased in the optional, free and individual activities, and decreased in the compulsory, directed, large group and 
small group activities, from the first to the second moment. C4 increased its EWB and I in the compulsory, optional, 
directed, large group and small group activities. In the individual activities, EWB increased and I decreased. In free 
activities increased the EWB and maintained I. We believe this increase was due to the impact of several 
interventions performed, but essentially to the fact that the child was undergoing the adoption process (was visited 
and the family used to pick him/her up at KG). This family supported the child, influencing positively her/his 
performance at KG.  
Figures 7 mention the activities that children C3 and C4 lived in the context of KG, focusing the five activities 
the children spent more time with, in the first and second moments of observation. 
Figure 7. Time spent by C3 and C4 in the activities, in two moments of observation 
 
The results show that C3 spent more time performing the activities, during 13:58h, spending the most part of the 
time listening to stories (2:31h/18%), box of emotions and stories (1:38h/12%), music “class”(1:34h/11%), in 
physical education “class” (1h) and shaping (59min./7). The child took part in several other activities: games – 
docking and ranking (6%), games - association of images, drawing and cutting, welcoming, outdoor game and game 
to be recorded (4%), drawing, in filling in the table “how I am feeling today”, free playing, dialogue and register of 
images about feelings (3%). The child also participated in dialogue and describing the weekend (2%). Lastly, about 
1% of the time was spent in drawing “how I am feeling today”, and drawing about the physical education “class”.  
Looking at the graphic, we can conclude that the child C4 was involved in activities about 10:59h, spending 
more time with activities short-story moment (1:56h/18%),  box of emotions and stories (1:40h/15%), music “class” 
(1:34h/14%), in physical education “class” (1h/9%) and games - docking and ranking (53min./8%). Furthermore, we 
can observe that the child participated in other activities, such as welcoming (8%), game to be recorded, in filling in 
the table “how I am feeling today”, drawing, free playing, dialogue and register of images about feelings, 
construction and exploration of a story (4%), drawing “how I am feeling today” (2%), opinion drawing of the 
physical education “class” and describing the weekend (1%).  
The figures below mention the time spent by C3 and C4 experiencing the activities available at KG, in two 
moments of observation, in the beginning and at the end of the data collecting. 
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Figure 8. Time spent by C3 in the activities available at KG, in two moments of observation 
 
 
 
 
 
 
 
 
 
 
Looking at the graphic in figure 8, we can conclude that the child C3 was involved less time in activities during 
the second moment, that is, in the first moment, she spent 7:04h performing activities comparing to the 6:54h in the 
second moment. From the first to the second moment, the time increased in activities like moment of short story, 
box of emotions and stories, table “how I’m feeling today”, dialogue and register of images about feelings, games – 
docking and ranking, dialogue, describing the weekend and drawing “how I am feeling today”. The child spent the 
same time in the physical education “class”, game to be recorded, drawing and expressing opinion about the 
physical education “class”. It is noteworthy that the child diminished the time in the following activities: music 
“class”, welcoming, drawing and cutting, outdoor game, games – associating images, drawing and free playing. C3 
presented, from the first to the second moments of observation, an increase in the levels of EWB and I, that turned 
low/medium levels in the first moment (2,94 of EWB and 3,27 of I) to medium levels in the second moment (3,35 of 
EWB and 3,51 of I). 
Figure 9. Time spent by C4 in the activities available at KG, in two moments of observation 
 
 
 
 
 
 
 
 
 
 
 
 
 
From the first to the second moment, the time spent in the activities by the child C4 increased from 5:25h to 
5:39h. From the first to the second moment, the time increased in short story moment, box of emotions and stories, 
filling the table “how I am feeling today”, drawing, dialogue and register of images about emotions, games – 
docking and ranking and drawing “how I am feeling today”. C4 spent the same time in the game to be recorded, in 
the physical education “class”, and drawing and opinion about him/herself. From the figure 9, we can conclude that 
the child diminished the time in the following activities: music “class”, welcoming, building and exploring a story, 
free playing and describing the weekend. 
We can say that C4, from the first to the second moment, presents an increase in the levels of EWB and I. About 
that, we can say that the educational context suffered an enriching development. It is noteworthy that, in the first 
moment, the child presents medium/high levels of (3,65 of EWB and 3,83 of I) and in the second moment, the levels 
remain the same, even though there is a gradual increasing (3,88 of EWB and 3,93 of I).  
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4. Conclusion 
Throughout interventions, we focused on the observation data, aiming to develop them with empathy, paying 
attention to the present, but to the past events of child’s life that could be affecting hers/his emotional well-being. 
That, allowed us to put ourselves in the “child’s place” to see “the reality of living day-by-day from the child’s point 
of view” (Laevers, 2008, p.4). Talking off the record with the educators, they mentioned that, in the end of the 
process, they had a different perception of their role and the way they acted. 
The educational contexts of day care and KG where the study was conducted suffered some development, 
resulting from the interventions we proposed and developed. We helped to put them into action, giving the children 
the chance to increase their EWB and I levels. The day care still needs to implement some strategies to answer to the 
children’s needs, especially C2. We noticed that there were few opportunities for the children to perform the 
activities in a diversified and individual way. So, we made some proposals that had a very positive result and need to 
be maintained.  
The KG also suffered an enriching development. It was visible in the children with emotional difficulties through 
indicators of concentration and energy, persistency, implication in more complex and creative tasks and activities, 
satisfaction performing activities, openness and receptivity, flexibility, self-confidence and self-esteem, tranquility, 
connection with her/himself and the environment…“Sometimes it is at KG that the child gets what he/she is entitled: 
affection, care, friendship, tolerance, basic health and hygiene care. The educator’s role is to compensate the 
affections and care each child is entitled that sometimes his/her family is unable to perform” (Gil, 2005, p.104). It is 
important that educators together with families find performing strategies to find solutions that minimize or end up 
with risk factors that affect children’s emotional well-being (ibidem). 
We think that an excellent framework for the performance of the educator is the experiential approach, because 
it’s based on adult’s self questioning - focusing mainly on the analysis of the opportunities of free initiative offered 
to children, the offer of individual activities, and individualized monitoring - and in taking as reference to evaluate 
and develop the curriculum, the children’s point of view.  
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